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ABSTRACT 

Three premises underlie the practice of 
m icroteaching ; that much of teaching consists of behaviors, that the 
total performance can be broken into smaller pieces of behavior with 
little consideration given to the relationship between these pacts, 
and that of a teaching performance can be usefully analyzed without 
consideration of what precedes or follows it. The first danger in 
this approach arises from the problem of isolating the constituents 
of teaching and setting up a doctrinaire list of skills. The second 
danger is failure to consider how different parts of complex behavior 
interact with eacn other. The analogies drawn between teaching 
painting skills or the training of a pilot and the preparation of a 
teacher overlook the obvious difference between paints or pianes and 
students, who are capable of. acting independently of the teacher's 
wishes, thus preventing a closed feedback system which would permit 
an accurate evaluation of the teacher's behavior. Primacy emphasis 
therefore should be on the acquisition of principles to guide action 
with secondary emphasis on the development of skills* This dynamic 
skills approach regards skills as behavior ir context with a 
perception of what preceded it and an anticipation of what may 
follow. It provides the teacher with u conceptual nodel in which 
there is sufficient freedom within the structure for the students to 
explore alternative paths to the desired goal. (MBM) 
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INTRODUCTION 



The first Occasional Paper in this series^ pointed out some 
difficulties which frequently arose with the straightforward application 
of the Stanford approach to microteaching: students responded to it 

negatively (or indifferently), taught lessons which led nowhere, and 
practiced skills without regard to their appropriateness. The paper goes 
on to make some extensive suggestions for improving the Stanford version, 
suggestions which have bean put into practice with students at the 
University of Chicago. It is the purpose of this paper to show that the 
weaknesses in the standard Stanford approach stem from fundamental 
assumptions about the nature of the skills of teaching, that the suggested 
improvements reflect different notions about those skills, and that these 
suggestions represent a significant stop towards bridging the oft- 
lamented but little understood gap between theory and practice in teacher 
education* 
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1 , . The Component Skills Approach 

There are three premises underlying the practice of microtoaching . 

The first is that much of teaching consists of behaviors; and furthermore 
that teaching is a phenomenon that is potentially understandable by 
recording and subsequent analysis of the movements of the teacher* The 
context in which these movements occur is usually felt to be irrelevant, 
or, when mentioned, something which merely adds to a description of these 
movements* Second, the total performance (be it a five-minute micro- 
lesson or a full class period) Is broken into smaller, more readily analyz- 
able pieces of behavior and, if reassembled at all, little consideration 
is given to the relation between these parts* Finally, it is assumed that 
a teaching performance can be usefully analyzod without consideration of 
what has preceded ft or v\;t way folic*; it. 

These assumptions havo a certain plausibility, their most appealing 
feature being that once one has made them, it is clear what needs to be 
done next* One isolates those behaviors which have proved to be essential 
to good teaching, or at least which one bolieves to be important to 
success. The component skills approach, particularly with its second 
premise, dictatos that wo break down complox teaching behavior into its 
constituent parts* Herein lies both the strength and weaknoss of the * 
standard approach to microteaching* It is a strength because it gives 
one a point of entry, and a fruitful one, into a complex problem* But it 
carries with it several dangers* Tho first of these arises from the 
problem of how one goes about isolating the constituents of teaching* 

The developers of microteaching are quite blunt about how they did it: 



3 



-3 



"The decisions as to what skills should be developed in the clinic wore 
not made in the light of any set of rules about what good teaching consists 
of or what teachers ne'jd to know, but resulted from the discussions and 
debates of the microteaching staff, Perhaps in the circumstances there 
was no better way, but the danger is that once having got a list of four- 
teen (or sixteen) component skills one will become doctrinaire, insisting 
that these are the essential skills of teaching when, in fact, thoy are 
just one way of slicing up the phenomena* Other investigators, in differ- 
ent circumstances, would slice it differontly. Indeed, the skills which 
one isolates ought tc differ according to the situation in which one is 
interested, thus suggesting that a good way to start a microteaching 
clinic, for experienced toachors c*t least, is to have the participants 
themselves isolate the skills which they are going to practice* 

The second danger in breaking down complex behavior into parts is 
that one will never consider the relationships between these parts and 
the ways in which they interact with each other* Complex behavior was 
reduced to simpler components in order to make it easier to analyze* But 
this does not mean that the complex can be understood, or imitated, 
solely by studying the parts which compost it* Tho parts also neod to be 
studied in their Interrelationships with one another* Questioning behav- 
ior, for example, is clearly related to reinforcement of student partic- 
ipation* In fact, one good way to reinforce responses is to use them in 
the next question* Nowhere are these sorts of relationships dealt with 
in the literature on microteaching $ nor are they considered in most 
microteaching cllnlcr* Each skill is described and practiced separately 
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as if It was discovered independently and would remain separated from 
other skills. Something needs to be done to reassemble the componont 
skills. Otherwise the beginning teacher will be thrown into a class with 
only a bag of tricks and no notion of how to coordinate their use. 

After isolating the component skills, the underlying premises direct 
one to establish clear definitions of those skills. Since each skill is 
assumed to consist of a set of individual behaviors, these definitions are 
couched in behavioral terms. Reinforcing students 1 participation, for 
example, consists of teachers' verbal statements ("Good," "That f s a good 
start," etc.) and teachers 1 non-varbal cuos (smiling, writing an answer 
on the board, etc.). To clarify the skill, one makes a list of the full 
range of possible reinforcing remarks and gestures. The teacher who 
wished to reinforce would then select remarks or gestures from this list 
or invent similar behaviors for himself. Conversely, if we wanted to know 
whether a particular teacher was reinforcing at any given moment, we see 
whether or not he engaged in behavior similar to the listed behavior. 

The difficulty in this approach, as writers on microteaching some- 

t 

times rec- ;nlze, is that the list of remarks and gestures does not tell 
us all that we need to know about reinforcement. Clearly, the skill can 
be pe:"ormed well or ill, at appropriate or inappropriate times. But 
how does one tell whether a skill is performed well and at an appropriate 
time? Indeed, can one tell whether a particular skill is being performed 
at all? In praotice It is often hard to tell which skill a teacher is 
performing, let alone how well he is doing it. 

At the root of this difficulty is the importance of the context 
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within which the behavior occurs. The behavior cannot be abstracted from 
the context in which it occurs because the contoxt can modify the general 
characteristics of a situation beyond recognition. Suppose ve decided 
that friendly behavior was an important skill to be developed. We would 
then "clarify 11 such behavior by listing all tho friendly remarks and 
gestures a teacher could make. But friendly behavior i3 not merely that. 
It can only be said to be friendly in a particular situation. Tho false 
smile# the patronizing air, che condescending remark are all examples of 
how ostensibly friendly behavior misses its mark because it is not appro- 
priate to Its situation. Similarly, the gruff exterior* irascible tempera 
ment, and uncompromising standards of the teacher who "underneath it all 
has a heart of gold" testify to the fact that unfriendly behavior is not 
always what it might seem. Thus to say that a teacher has behaved in a 

friendly way both describes his behavior and assesses it within a partic- 
3 

ular context# And no analysis of teaching which only takes account of 
the movements of the teacher can capture this context. In short, the 
skills of teaching are not just behaviors but behaviors which are related 
to the situation in which they take place. Indeed, that is what is meant 
by appropriate or inappropriate. 

Compounding this difficulty is the fact that teaching is a purposeful 
activity. It Is behavior directed towards some goal, or goals. Conse* 
quently, the skills of teaching aro skillful only insofar as they can 
reasonably be expected to contrlbuto towards these goals. Reinforcement, 
or any other skill, is not valuable for its own sake* but only because it 
serves some function in che overall structure of the lesson. Nothing is 
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so ludicrous as the trainee who thinks he is reinforcing by responding 
favorably to every chance remark regardless of its correctness or 
relevance to the aim of his lesson* Yet it is not unusual to see such 
performance in Jiicroteaching clinics* Reinforcement should not be judged 
to be such unless it is clear what is being reinforced and xrhy that is 
something worth reinforcing* In short, the skills of teaching are not 
just behavior in a situation but behavior in a situation with a purpose* 
What happens to a trainee whoa context and intention are ignored? 
Typically, his behavior becomes only a response to a stimulus (e*g* if a 
student talks, say something pleasant to him) without any intervening 
consideration of alternatives* If a teacher f s behavior has desirable out* 
comes, we might assume that he would include it In his repertoire, but is 
it likely to be available to him? The only thing that will call it forth 
is a replica of the situation in which it was originally successful unless 
there was some kind of deliberation intervening between stimulus and 
response* When a skill is acquired out of relation to its proper function, 
it will not be serviceable in actual classroom situations* 
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II, Two Analogies and Tholr Limitations 

The proponents of microteaching have suggested two analogies to give 

weight to their arguments. The least developed is the analogy between 

painting and teaching.^ Painting is said to be an art, but an art which 

depends on skills (a distinction which appears to be made in order to 

avoid the first side of it). Clearly, so the argumont runs, the painter 

must have a repertoire of well-developed skills before he is able to 

paint masterpieces. The task of the painting teacher is to isolate these 

skills and devise practice exorcises so that Ms students will master 

them. Whatever else may be involved in creating masterpieces comes later. 

But just as the beginning artist must learn to mix his paints, pract- 
ice his brushstrokes, and perfect certain techniques and skills before 
he completely develops his own style of painting, so too, does the 
fledgling teacner need to bo trained in particular teaching skills 
under differing conditions, and to have his effectiveness evaluated.^ 

This is a persuasive argumont. It directs our attention towards 
exactly those features of teaching which microteaching emphasizes* The 
skills of painting are seen as Isolable, doscribable in strictly behav- 
ioral terms, and necessary for future development as a painter. There- 
fore, one knows how to begin the education of a painter, or a teacher: 
develop training experiences which will foster the development of those 
skills which he needs in order to bo a craftsman. Wa shall later have 
more to say about the extent to which the skills of teaching are like the 
skills of a oraft. Suffice it to say here ^hat if one were to view teach- 
ing and painting as complex behaviors which defied reduction to their 
molecular parts, we would then develop quite a different sort of training 
program* 
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The socond analogy Invites us to consider the similarities between 
teacher training and pilot training.** Just as pilots go through seven 
stages of training (qualification for training, introduction to specific 
bodies of knowledge, simulated experiences, observation of flights, super- 
vised flights, solo flights, and advanced training) so teachers might be 
sent through seven similar stages of training. The analogy is a provoca- 
tive one. By suggesting a different way of thinking and talking about 
teacher education, our attention Is directed to what are undoubtedly 
weaknesses in our present practices. Goals are vague. Observation 
experiences are passive, time consuming, and not clearly focused. The 
teacher trainee usually moves from observation to solo work in the class- 
room with a minimum of simulated and supervised experience. As a result 
he Is thrown into a clas;, with all risks and complexities, without 
adequate chance to practice and with little chance of effective super- 
vision. Moreover, little attention is paid to advanced training and re- 
training, a practice the military clearly cannot afford to follow with 
pilots. 

The comparison does more than point out weaknesses in current 
practice. The analogies which it indicates suggest ways of structuring 
experiences during training, such as microteaching. Yet in so doing it 
is important to notice how they have bounded and organized ov'r notions 
about teacher education by imposing on our thoughts ideas derived from 
pilot training. 

Consider how it determines tho view ve hold of the goals of teacher 
education. As Ryan points out, M (The analogy] forces us to be more precise 
about the important question: what is a teacher education program trying 
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to accomplish?'^ If wo are going to put people through a sequence of 
training stages including extensive practice work, wo have to have a clear 
idea ^ what we want people to do at the end of training* The pilot 
trainer makes his ideas clear by analyzing in detail what a pilot does* 

Each task requires a certain skill. Complex tasks are broken down to 
simpler components until the required skill is one that can be easily 
described. Ultimately, the pilot trainer has a list of skills wh l ch 
provide him with a complete behavioral description of the good pilot* The 
goal of his program is then to equip each trainee with the requisite skills. 
Simlarly, Ryan urges the teacher educator to analyze what a teacher does in 
order to obtain "a list of skills the teacher should perform, a behavioral 

Q 

definition of the good teacher *" 0 Thus* tho goals of teacher education 
are also seen as behaviors to be acquired, either individual skills or 
patterns of skills put together to be a strategy* Just as the end product 
of pilot training can bo described in behavioral terms so the end product 
of teacher training comes to be described in behavioral terms* Using the 

analogy does more than force the teacher educator to be precise* It deter- 

/ 

mines the way in which he will be precise by limiting him to behavioral 
statements. 

Although such a limitation may be appropriate tor the pilot trainer, 

% 

we have already argued that it is questionable for the teacher educator. 

The goal of pilot training is to bo able to fly a piano under certain 
character liable conditions. There is a specifiable level of porforn ;nce 
to be reached and practice is required to reach it. The iMlltary may 
also have some subsidiary goals about habits of bohavior (e.g* cress code, 
moral code, or behavior while a prisoner of war), but the ultimate ends 
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of training are still describablo in terms of tho behavior of the pilot. 

This is not true about the ends of teacher training* 

One important reason for this difference lies with the material 
which teachers and pilots are supposed to influence, A pilot is trained 
to fly a plane | a teacher is trained to teach students. But there are 
obvious differences between planes and students. Students are alive, and 
thus capable of thinking, feeling, and acting independently of the teacher's 
wishes. Planes are incapable of any of these things* Consequently, a 
teacher's power and control over his students is not of tho same type as 
a pilot's power and control over a plane. Both teacher and pilot 
limited by the Inherent potential of their material and by surrounding 
circumstances, but a teaohor is further limited by tho capacity of his 
students for independent action. The final behavior of the student can 
never be said to be wholly determined by the teacher. In fact, one often 
wonders how much influence a teacher has. On the other hand, the behav- 
ior of a plane is, within specifiable limits, determined by the pilot. 

Because of this difference in the material which Is to be Influenced, 

t 

the type of feedback available to a craftsman, be he bricklayer, electrical 
.nglneer, painter, or pilot, is of quite a different character than that 
available to the teacher. A craftsman oporates with feedback devices 
which are complete. A "closed circuit" exists between problem, process, 
output, and feedback so that the results of eaoh behavior in a sequence 
can be evaluated immediately for their Impact on the system. As an 
example, consider tho pre-flight checklist that a pilot runs through 
boforo take-off. As he chocks his dials, gauges Instruments, and tost 
circuits, he is looking for some anticipated behavior on the part of the 
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aircraft systems components. Their behavior will determine the sequence 
of hi£ behavior, for thoy provide feedback as to the exact state of the 
aircraft. The green area on tho dials shows the tolerable limits of 
“normal 11 performance. The red area signifies that a system has deviated 
from normal expectations to such an extent that commiting this system to 
a flight configuration would be dangerous. If a pilot encounters a 
problem (defined as a system that cannot be brought up into the green), 
he then has ;t series of choices to make according to a routine which he 
has been taught. There are distinct behaviors which will either solve 
the problem or adequately compensate for the failure of tho problematic 
s>stem. For instance, should his automatic direction finding system fall 
to check out, he can re-fiio his flight plan using an alternative naviga- 
tion system which has chocked out; or, if this is impossible, he can 
cancel the flight. 

Closed feedback systems, then r are ones in which there are a limited 
number of possible responses from the material (bricks, paints, or planes) 
all of which can be anticipated. Tho craftsman acts, looku for one of the 

t 

antlciicted responses, and then routinely acts in the light of that 
response. If the rosponse has not been anticipated, then the craftsman 
nas a difficulty; but he may have routnes for dealing with difficulties. 
Closed feedback systems are only possible where there is a close correspond 
ence between theory and phenomena; i.e., where tho craftsman* s model of the 
world fits his experienced world. It is also necessary that there be a 
high degree of predictability so that responses of the system can be 
anticipated. 

When one has a feodbick circuit that enables thiu sort of one-to-one 
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relationship between theory and reality, then a behavioral system of train- 
ing is highly practical* All of the options indicated by a given feedback 
reading can be mastered as behaviors in response to the reading for ono 
can know by sensory data interpretation tho actual state of the problem 
solving activity* As with computers, there is a simple yes - no tost: a 

system either works or it doosn f t* Either something will happen or nothing 
will Happen* If something happens and it moves a needle closer to operat- 
ing bias range, then do it again* If nothing happens, adopt a second set 
of appropriate behaviors, and so on down the line. Finally, if nothing 
in the sequence works, call a specialist and give him the relevant data* 

In a teaching situation, however, the feedback circuits are seldom 
closed because we can, at best, make partial estimates of the state of 
others 1 thinking* Consequently, the teacher cannot directly determine the 
immediate or long term effect of any given behavior, either on his part or 
on the part of his students* He will not be sure that the pupils have 
"read 11 correctly tho Intention of his behaviors; nor will he be sure that 
he is correctly roading the intention of their behaviors* Therefore, vith- 
out a strong two-way feedback circuit between individuals in the classroom. 
Any behavicr, taken by itself, is uninterpretable* The skills of teaching 
are more than simply overt behaviors, for one discrete behavior, or a 
series of behaviors, does not supply the feedback circuits with the 
information necessary for systemic evaluation* 

What we have been arguing, then, is that teaching and piloting are 
activities that differ with respect to their end.*, their material, and 
consequently their feedback systems* Therefore, wn cannot educate someone 
to be a teacher in the same manner that we train someone to be a pilot* 
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What is at issue is the much discussed differences between teaching and 

training, a distinction which has been persuasively argued by Dewey* 

There is a technique of teaching just as surely as there is a technique 
of piano playing. The technique, if it is to be educationally effect- 
ive, is dependent on principles* But it is possible for a student to 
acquire outward form of method without capacity to put it to genuinely 
educative use * 9 

Dewey is arguing that we should put primary emphasis cn the acquisition 
of principles to guide action, and secondary emphasis on developing skills* 
While It is correct to argue that without a repertoire of skills a 
teacher canrot survive, it is equally correct to say that without rational 
grounds for selecting alternative courses of action a teacher cannot act 
in an intelligent way. Suppose a teacher possessed all the component 
skills; how would he then decide when to use those skills? As Cooper 
himself points out, "The teacher .*. crust make decisions as to the appropri- 
ate method of achieving the instructional goal, when the particular method 
should be used, and what activitit'- should precede or follow it#"^ In 
other words a teacher must have adequate grounds for decision making. But 

unless th'* skills are acquired in some relation to these grounds, they 

/ 

become mere behaviors which cau be exhibited but not put to genuinely 
educative use* 
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III. The Dynamic Skills Approach 

In contrast to the component skills approach to microfoachlng, tho 
dynamic skills approach views tho skills of teaching in an organic way. 
Instead of seeing rhe skills as only behavior, they are regarded as 
behavior in a context with a purpos e in view of what has preceded It and 
in anticipation of what may follow it . Thus each skill is a pattern of 
events having dynamic qualities which cannot be isolated. We find it diff- 
leu It to say that a teacher is reinforcing at a given Instant merely 
because he say;; "Tremendous . ,r In addition we need to know the function 
of that remark in the microlesson which is being observed. That is to 
say, we need to know how it contributes to the internal structure of the 
lesson. 

Furthermore, in a veil devoloped lesson there is some relationship 
between its purpose and its struefcuro. In fact, the purpose, or purposes, 
of the lesson are what coordinate the smooth functioning of its parts. 

Thus the parts of a lesson need to be understood in relation to this 
purpose. Just as the parts of an organism are combined into systems within 
the organism, performing fu tetiors which contribute to the configuration of 
the organism, so the lesson has certain subsystems with discrete functions 
that l^nd a particular configuration to the lesson. Of course, a lesson « 
can be divided into parts in a variety of ways. One way we have tried to 
do this is to see the traditional microteaching skills as parts of a lesson. 
One can refer to the reinforcement subsystem in a given classroom experi- 
ence. Or one can look at tho question - answer pattern as another subsystem 
What confuses the issue in dealing with the behaviors usually associated 
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with these subsystems is that a given behavior can be part of two or more 
subsystems* For instance* a question can be part of the questioning sub- 
system* but It can also be part of the reinforcement subsystem* and perhaps 
part of the classroom management subsystem as well. One can only deal with 
this difficulty by keeping in mind the intent of the lesson. The investi- 
gator can then look for a dynamic pattern of development where the purposes 
of each subsystem can be evaluated for their effects within the system* 

We have further found It helpful to distinguish two types of systems 
within a lesson* The first is the rational* intellectual model of the 
content of the lesson* a model which is primarily derived from the subject 
matter* By •model 1 * in this context* we mean a rough guide or pattern 
which serves to organize the material boing presented. The second is the 
behavior patterns* or skills* together with the subbehaviors which make 
up the pattern* These behaviors should be derived from the model* and in 
a well developed lesson they are the manif estat ions of the model in 
experience. In planning a lesson* one works by grasping the interrelation- 
shir.- 'f concepts (the model of content) and then by planning for the 
anticipated behavior in the teaching situation. But In obsei ving a lesson 
one works in reverse order by seeing it first of all as a pattern of 
behavior with as yet an unspecified purpose* then as a series of inter- 
relationships of concepts in some sort of pattern or sequence* 

For the inexporiencod teacher* the model of content is almost entirely 
based on the subject matter boing presented* For the experienced teacher* 
it can be strongly influenced by his accustomed style of teaching and his 
knowledge of the group ho is teaching* For instanco* the notion of trans- 
formations may serve to structure mathematical content (such as graphing 
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of algebraic functions) for some groups and not for others, depending, among 
other things, on their capacities and previous experlonco. Or, ecological 
concepts may fit some teachers 1 accustomed i/ay of dealing with outdoor 
education, but they may seem foreign to others. Navertheloss, evon for 
experienced teac rs the subject matter has to be the prime determinant of 
how his model is built. This does not mean that the teacher need use worms 
from the theory of transformations or ecological science; but he will use 
the concepts to organize his own thinking about the subject matter. 

One purpose the model serves is to enable the teacher to predict mr v 
of the responses he will get from pupils and then to frame appropriate 
replies, something he could not do in advance if his material had no 
structure for him. When he gets into the class, it provides a baseline 
In his mind through which the behavior r f the class can be comprehended 
and evaluated; l*e»# it enables him to process the feedback he is getting 
about the state of his pupils 1 thinking# He can then give his pupils 
feedback so they can form a better estimate of his own thinking. As a 
student begins to grasp the model, it helps him see that the teacher's 

f 

responses to him are based on some order that is neither arbitrary or 
whimsical. 

% 

An Example 

Because stage six of the microteaching clinic described in the 
companion paper embodies the dynamic approach to skills most completely, 
let us look at it in more detail. Tho purpose of this stage was to show 
students the structure of a model of lesson content and rolationships of 
this structure to tho anticipated behavicr of those concomed in the 
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teaching situation* 

As an example, we considered the content model that an American 
history teacher might use to introduce a unit on the 1820 to 1860 period. 
Among the historical characteristics of this period were the compromises 
over economic issues, slavery, and admission of states to the Union. The 
teacher teaching this unit and aware of the attempts at compromise mado 
in this era might opt to begin the study with the type of class activity 
that would develop in the minds of the students the meaning of the won. 
"compromise .** But he is interested in more than just a dictionary 
definition ot the word (though this may be a good place to begin). 

Because he is talking about some rather particular typos of compromises, 
in this case, compromises to avoid power conflicts, he must establish the 
function of compromise as an attempt to avoid a direct power clash* Thus, 
the teacher initially expects the child to see that people seek compromise 
whom 1) The powa balance between the parties involved is roughly equal 
ax*d the threat of force seems too risky for both; 2) each party has some- 
thing that the other wants and needs; .nd 3) there is 6ome commitment to 

/ 

the possibility that a compromise can be worked out which will avoid a win- 
lose situation for both parties. 

With this modol of the concept in mind, the teacher can now start his 
lesson by drawing upon the experiences of the class to develop the properties 
of compromise* His first question of definition: might encourage a student 
to say, "A compromise is a type of agreement, 11 but to settle for that 
definition would bo to leave tho definition incomplete in terms of the 
model, for every agreement is not a compromise* So, the teacher could 
extend the concept by developing somo of its properties. Ho might attempt 
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Co find out how compromises are different from other typos of agreement, 
perhaps delineating the typos of situations which contain the "giving up M 
elements of a good compromise; e»g», labor contract negotiations, diplo- 
matic treaties, and pricing indices from cost accounting systems. Con- 
trasted with these, he could use agreements of a non- compromising 
character -- setting appointments, declaring common goals, leasing a car, 
engaging in a cooperative economic venture by two complementary companies 
in a given market, and a host of others* Prom those contrasted activities, 
the pupil is expected to develop a view of the properties contained in the 
teacher 9 s notion of compromise* 

But In our view the teacher does not simply inculcate his notion of 
compromise by lecturing (or questioning, or what have you)# He uses his 
notion to anticipate his students 1 responses, not necessarily specific 
utterances but general types of replies# The teacher has a baseline doflhi 
tion upon which he can interact with the student. In other words, when a 
Student responds to his question, he can totally validate it ("Excellent, 
Roger, you put those ideas together in tho same way that the example 

t 

called for"); he can partially validate it ("You have tho right idea Fred, 
but do you soe somo aspects horo that limit this particular agreement in 
terms of the properties of compromiso?") j or, he can reject it ("Wait a 
minute, Steve; listen again to tho question and soe what it is asking you 
to do# Think through tho relationship of the quostion to the experience 
you are talking about. How sro they tho same or dif f oront?") . The oohav- 
iors of both teacher and student arc bolng meshed together in some 
systematic way* 

The intermashing of behaviors between student and toachor is reliant 



O 

ERLC 

hfflMaffBEraoaa 



19 



19- 



on the cues about: the model of content which are exchanged in the class* 
room* As the teacher sees the systematic development of his lesson from 
the model, he cues the child as to how things are going in each episode* 

As the child understands the model (more and more efficiently as the 
lesson goes on, ve hope), he applies it and returns his own cues to the 
teacher who then interprets and validates by giving appropriate feedback 
on the worth of the answer in terms of the model* As the students clarify 
the model In their minds and gain a sense for Its field of application, 
they should begin using the questioning skills, the reinforcing answers, 
and the data management concepts* In this sense, the real goal of 
teaching is to make teachers out of the students -• to have them control 
those skills which wo define as "good teaching* 11 

After a student has gained a fool for the model, it is important that 
he go on to see that the formal properties of tho model apply tv situations 
which are problematic to him for a mejor part of an educative experience 
is to relate the academic aspects of subject matter to the realms of life 
experience* Subject matter Is a reflection of part of human experience, 
one that has been subjected to the very form of analysis which the teacher 
is using with the child* With the formal properties in mind, the toacher 
then might ask, "How well do compromises work botweon parents and children 
generally?" One child may reply, "Hot too well. My mother tolls me what' 
to do* I don v t tell her*" At this point the teacher has not only isolatod 
one of rho principles of compromise (power relationships) but he has made 
it moro vivid* Another child may counter the above view with a statement 
like, "But there are things ve compromise about* When 1 want to ccae in 
at ten, and she says f Be in at nine, 1 we often compromise at 9:30," Here 
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tho student has added a property to the model that the teacher and class 
may want to include -- the willingness of parties involved in the conflict 
situation to settle somewhere between tojal gains and total losses* This 
enables the child to see more clearly how the ,r win*lose M aspects of the 
situ* Ion are tempered in a compromise. The thoughtful teacher, thinking 
ahead to the unit on the Civil War, may also think of teaching that war 
the result of movement by the concerned parties (the North and South) 
to progressively adamant vin-lose positions. 

As these aspects of the model aro translated directly into classroom 
learning experience, the teacher has now created a form which enables the 
student to handle the historical discussion of the Great Compromises in a 
disciplined way; the childrens responses will be analyzed in terms cf 
the structure of the model, and tho modal should not be the exclusive 
property of the teacher# Other children should be able to {> rei*d H how the 
model is being used and ho^ particular types of data from the subject 
matter are being integrated. For instance, when the figures on economic 

growth, productivity, and population growth of the various sections of the 

/ 

country are being discussed, the student should seo clearly that these 
data are indices of the relative powor growth of each section of the nation, 
and that these will change tho effects of the studied compromise. He should 
further see that a change in one sot of conditions (a3 roflected in the 
appropriate data) make a change in tho relationship of properties in Che 
model. So, In a real sense, the study of this unit in American History 
has become a disciplined study of tho nature of compromise in general. 

The disciplined study of compromise can then be used, In turn, to 
study some situations which are highly relevant to the student and his 
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onvir o:\ment: race relations, employer- employee relationships, inter-group 

disputes in tho school, and many other*. A whole host of problems can now 
be analyzed, possibly as independent research projects based upon the 
frames of reference established in tho model. By giving the student a tool 
of analysis and a process for developing other such tools, the teacher is 
allowing and encouraging the student to dovolop ways of acting upon the 
environment in a mature, responsible, and communicable way. He is shov- 
ing the student the ways in which the quality of tho student # s life can 
be enriched, 

In summary, this example illustrates three asponts of tho content 
model: 1) The content model will assist tho teacher in framing his antic- 

ipation of class behavior, furnishing him xjith a sense of direction which 
will enable him to adopt tho right behavior for the situation; 2) Tho 
model Is also a pattern of organization for allowing the class to begin 
development of some structure for analyzing their own experience; and 
3) The content model is not cast in bronze. It should be capable of 
expansion and extension, of incorporating tho experiences of members of 

t 

the clasj as operating principles for guiding their input into Che class. 
Developing Behavioral Alternatives 

One of the principal criticisms which we had of the component skills 
approach to microtcaching was that although it may increase a teachor f s 
repertoire of bohavlors, it does .iothing to help him choose alternative 
behaviors in tho classroom. It ^ould bo natural, thon, to ask about the 
extent to which tho dynamic skills approach increases tho alternatives 
available to a toachor. Onco a teachor has dovelopod and successfully 
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used a model of content, does it lock him into a pattern of bohavior? This 
is, of course, an unresolved question, but our experience to date can bo 
summarized in the following way* 

The beginning teachor teaching any lesson for the first time usually 
feels boxed in no matter how well ho has structured the content model. 

Yet, if a teacher has no particular goal for the learning oxperienco and 
no particular logic in mind and no particular sot of rational expectations 
from the pupils, than anarchy prevails •• the studonts spend their time 
guessing at what tho teacher is doing and trying to strike a responsive 
note or gain soma insight that will make the "system" cohoront. Whon nothing 
reasonable emerges, olthor tho teacher will pre-ompt the discussion and 
deliver a lecture, or the studonts will reduce it to a -'bull session" by 
venting genoral opinions on any subject. The result will bo that the 
people in the classroom talk at each other rather than to each other. 

This condition can be observed easily in many microteaching situations and 
Is evidenced by certain behavior pattorns; rudeness, interrupting, peri- 
pheral relationships batveen comments, disassociativo behavior on tho 
part of some students, and a lac* of closure* Eyo contact may be 
chaotic, and sevoral students may be bored or totally ncncommunicat ive * 

An initial microlecson that is veil planned from a conceptual model, 
however, will evoko some disciplined response from tho studonts especially 
as they bogln to assimilate tho nature of tho problem and the concepts 
that structure it. Thoro will bo some probing of tho model by student 
response, although a clear view of appropriate responses will probably 
only emerge at tho end of tho lesson* And ovon then it ruy be mixed with 
some distractivo comments and misinterpretation, ifieso . :cm from the fact 
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that the teacher Is not sure of the model himself and of the appropriate 
cues. He varies his feedback with a smokescreen of extraneous cues -- 
poorly put questions. Ignored student responses, contradictory statements, 
and the rest. He has not mastered the cues of the system and he does not 
quite know how to read back the cues from tho students. His baseline Is 
not quite clear In his own mind, and therefore his sense of behavlorial 
options is rigid. He spends a good deal of his time in front of the 
class thinking "What am I going to do next?" or M I really didn*t handle 
that situation very woll." It Is hard for him, even with a well planned 
lesson, to relax and concentrate on pupil behaviors. W© say that tho 
lesson In characterized In our review of the tapes, as "opportunities 
lost." We moan by that that the students probably have given the 
teacher some opportunles to dovclop something in the model which was 
Important to the success of the teaching experience, but he missed it 
because of excessive commitment to the way tho modal should develop. In 
his single mlndedness, ne stifles several of those student inputs which 
would allow the real "mesh" that he is actually looking for. 

A well prepared lesson derived from a model which has boon taught 
a couple of times before, however, ylolds somo rich dividends. When tho 
teacher has mastered tho basic modol, has confidence in its potential, and 
has a well developed set of expectations In terms of pupil behavior, then 
he seems to be ready to listen to tho students and read back the cues that 
they are trying to give him. Ho knows when to stop and ask a child to 
elaborate, when to ask for examples, and how to precisely ask questions 
that do not Kad astray. At that point, new alternatives In behavior 
emerge# for the teacher can see when studonts have discovered a different 
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route to the same goal* Ha is no longor a traveller on a strange road in 
a foreign land limited by a skeleton road map* Nov/ he can see the lesson 
as home ground. He knows where he wants to go and can improvise new routes 
framing new behaviors for himself with the spontaneity of the craftsman 
who is not limited to the diagrams in the training manual* Just as an 
experienced mechanic is more likely to let a young mechanic unknowingly 
make a mistake or taka a courso of action which is not set out in the 
repair manual, so an experienced teacher, who can read feedback from his 
students, is more likely to lot thorn try new paths because his sense of 
direction is well tuned to the familiar landmarks* 

The well prepared lesson has longer term effects. In our experience, 
onco a teacher has taught a lessen in which ho felt in control of the 
experience, happy with himcolf, end clear about the feedback from his 
Pupils, the chance3 of his teaching another such lesson increase markedly. 
He begins to look for certain qualities in his lessons that will develop 
the kind of fcodbuck that he wants* A good lesson becomes the purpose 
toward which the development of skills is directed and the thing which 
gives moaning to tho skills* In other words, whon dovolopod and 
practiced in relation to the aims of the lesson, tho skills become service 
able in classroom situations* 
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